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Abstract
In Queensland, inclusive education reform is on the political agenda, following the
report of the Ministerial Taskforce on Inclusive Education (students with disabilities)
in 2004. The government’s responses to the initiatives outlined in the taskforce report
emphasise a commitment to social justice and equity so that all students can be
included in ways that enable them to achieve their potential. This commitment will be
pursued by building an environment of consultation and collaboration with all
stakeholders to improve the educational outcomes of students with disabilities, by
reforming enrolment processes, and by enhancing professional development of
current and future teaching staff. What does this vision for inclusive education reform
mean for the position of the teacher aides who support students with disabilities
(previously integration teacher aides)? Are they recognised as stakeholders within the
reform process? How will they be consulted about reform?
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Inclusive Education Reform: Implications for Teacher Aides
One of the dominant influences that has shaped professional definitions and
practices in special education around the world has been the medical model. This
model has emphasised inability and contributed to a dependency model of disability.
Labels such as “invalid”, and “handicapped”, and “slow learner” have sanctioned
individual medical and negative views of disability. In educational organisations
today, there continues to be a tendency to reinforce an individual deficit view of
disability. This is because peoples’ beliefs and practice related to teaching students
with disabilities are influenced by their past experiences and by how they perceive
and define difference and disability in society (Carrington, 2000). Personal definitions
and beliefs are crucial because they may legitimate certain assumptions about
disability and associated discriminatory practices (Barton, 1996).
More recently, a sociological view of disability has changed our understanding
of difference and has lead to a new paradigm (Oliver, 1996).This changing paradigm
assumes a different set of beliefs and assumptions and demands different practices in
schools (Carrington, 1999). Within a social/cultural framework, the construct of
disability does not exist within a person but is influenced by the conventions of social
expectations and interactions. It is recognised that students who have disabilities have
been isolated and marginalised in their education in the past (Carrier, 1989), and the
recent more inclusive approach to education assumes acceptance and respect of
difference in our school communities. This article explores the implications of this
changing view about acceptance and respect for students with disabilities in relation
to the role/s and position of the teacher aides who provide support to them.
The Inclusive Education Movement
In schools throughout the world, inclusion has been used to refer to the
placement of students with disabilities in classrooms alongside their peers
(Kugelmass, 2004). Similarly in Australia, our understandings about inclusive
education have evolved from the notion of integrating students with disabilities into
regular schools. It seems that the terms “integration” and “inclusion” are still
confused and it is important to differentiate between the two terms. Integration is
described as “the process of moving children from special education settings into
regular classrooms where they undertake most, if not all of their schooling” (Ashman
& Elkins, 1998, p. 526). With integration, there is a focus on helping students with
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disabilities fit in to the regular classroom. This is because the emphasis is on teaching
the “normal” curriculum and teachers must then consider modifications to meet the
needs of students who have a disability. In Australia, students with disabilities were
integrated into regular classrooms and received compensatory intervention programs,
designed to support the special needs of individual students. These intervention
programs relied on identifying the category and level of individual disability and, as a
consequence, the special educational needs of the student. Accommodation and
support for the student with a disability was then funded by state governments in the
government school sector, and by the federal government in non-government schools
(Furtado, 2005). The funding supported the student in accessing a suitably modified
curriculum through a combination of in-class support and regular withdrawal to onsite
Special Education units, for small group or one-on-one remediation by specialist
teaching staff, supported by supervised support staff.
An integration approach does not challenge the organisation and provision of
curriculum for students, but modifies the current curriculum and schooling paradigm
to accommodate special needs. In contrast, an inclusive approach to schooling aims at
empowering members in a school community to identify and dismantle actual and
potential sources of exclusion that limit opportunities and outcomes for all students,
including students who have a disability (Slee, 2003). Inclusive education questions
personal assumptions that structure views about schools, teachers, students, teaching
and learning; and the interconnectedness between individuals, education and society
(Crebbin, 2004; Smith, 1998)
Beliefs about success and failure and disability as individual deficit, have
combined with social justice philosophies to become features of the dominant culture,
and have influenced the development of education systems which claim to be
inclusive (Armstrong & Moore, 2004; Bailey, Booth, & Ainscow, 1998; Benjamin,
2002; Carrington, 1999; Clark, Dyson, Milward, & Robson, 1999; Slee, 2006; Slee &
Allan, 2001; Snelgrove, 2005; Ware, 2002). However people involved in inclusive
school reform need to attend closely to: a) understanding the cultural and social
institutional settings of schools; b) increasing the participation of students within
cultures and actively valuing diversity; and c) decreasing exclusionary pressures in
order to achieve a way of life in schools where people are valued and treated with
respect for their varied knowledge and experiences (Carrington, 1999; Carrington &
Robinson, 2004; Slee, 2005; Slee & Allan, 2001). Inclusive education is not a matter
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of linear progression from the practices of special educational needs, but requires a
fundamental paradigm shift because it is a social movement against structural, cultural
and educational exclusion, and these problems are endemic to education as a whole
(Benjamin, 2002; Carrington, 1999; Slee, 2005; Slee & Allan, 2001; Snelgrove, 2005;
Vlachou, 2004; Zoniou-Sideri, Deropoulou-Derou, Karagianni, & Spandagou, 2006).
According to these researchers continuing with reform of existing compensatory
intervention models of special education is akin to propping up a failing system that
differentiates and excludes.
Teacher aides in Queensland
A significant element in the funding of special education interventions to
students with disabilities in Queensland has been the employment of teacher aides
who support students with disabilities in accessing modified programs or Individual
Education Programs (Education Queensland, 2006a). Previously known as integration
teacher aides, they provided personal care and help to students with disabilities to fit
in to the regular school with the least disruption to classroom teachers and other
students. Since 2003, their positions have undergone significant reform with new
classification structures based on professional development provisions (Education
Queensland, 2006b). More significant reform for them is inevitable as Education
Queensland (EQ) responds to the report of the Ministerial Taskforce on Inclusive
Education (students with disabilities) (Elkins, 2004). Following national and
international trends on inclusive, EQ is seeking to develop a schooling system that is
more inclusive of students at educational risk, in particular students with disabilities
and learning difficulties. What does the rhetoric about inclusion and its translation
into inclusive education policies and practices mean for employment of the teacher
aides in Queensland? How will inclusive education reform impact on their
employment, their identities and their roles?
Teacher aides and inclusive education reform
The inclusive education movement has serious implications for the role of
teacher aides (also known as paraprofessionals, paraeducators, learning support
assistants, integration aides, special needs assistants) who support students with a
disability. The literature reveals that classroom teachers and specialist teachers
continue to rely on teacher aides to support students with disabilities (Calder &
Grieve, 2004; Forlin, 2000; Giangreco, 2003a; Giangreco, Edelman, & Broer, 2001;
McNally, Cole, & Waugh, 2001; Shaddock, 2004; Sorsby, 2004; Taconis, van der
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Plas, & van der Sanden, 2004; Westwood & Graham, 2003; Wilkins, 2002; Woods,
Wyatt Smith, & Elkins, 2005), and their numbers are increasing (Kingsbury, 2005;
Pearson, Chambers, & Hall, 2003). In Australia the Australian Institute of Health and
Welfare [AIHW] (2003) reported a 38% increase in ‘integration aides’ between 1996
and 2001, an increase of 7 519, while during the same period, the increase in special
education teachers was only 741 (6.9%) (Shaddock, 2004). Despite these significant
factors in relation to their work in inclusive classrooms, their perspectives seem to
have been marginalised in the inclusion reform process.
Why are teacher aides “the invisible elves of the inclusive school?” (Goessling, 1998)
The lack of voice of teacher aides in inclusive education reform in Queensland
is related to many factors, and in many ways mirrors the experiences of
paraprofessionals and learning support assistants in other parts of Australia and
overseas. Historically teacher aides in Queensland have relied on the educational
bureaucracy to formulate generic teacher aide positions and special education policies
and programs, which inform their support role in schools. Reforms to the generic
teacher aide position, deemed fit and/or necessary by governments in responding to
national and global trends in education, have been similarly mandated (Taylor &
Singh, 2005).
In the past, there have been many factors that have contributed to their
compliance with, and/or adaptation to mandated changes. The first factor is the
relative instability of their employment - mostly part-time, reliant on mutating
government funding policies, and responding to variable enrolment of students with
disabilities that occur locally. The second factor relates to the uncertainty caused by
their lack of an effective voice in the reform of policies and educational structures
which impact on their roles and employment (Slee, 2006; Taylor & Singh, 2005).
Thirdly, they lack identity and therefore power within the “field” of education
(Webb, Schirato, & Danaher, 2002). (The Bourdieuian concept of a cultural field
denotes a series of institutions, rules, rituals, conventions, categories, designations,
appointments and titles which constitute an objective hierarchy, and which produce
and authorise certain discourses and activities [Bourdieu, 1977]).
The positions of the teacher aides and their work seem to be minimally
acknowledged in official documentation about intervention strategies to support
inclusion of students with disabilities in regular classrooms in Queensland. There is a
generic teacher aide position description on the EQ website. This position description
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refers to the new classification structure for teacher aides in which one of the elective
strands offered is “Disability” (Education Queensland, 2006c). The teacher aide is
mentioned once in the twenty three pages of the report of the Ministerial Taskforce on
Inclusive Education (Elkins, 2004), unless the reader finds the term teacher aide
subsumed under the category “realignment of resources” (p. 11). The Education
Queensland inclusive education website has a link for teachers to explore options for
in-class support for some categories of disability, including teacher aides as a resource
on the inclusive education link. It also has a link for teacher aides to access a series of
information booklets about various disabilities.
Perhaps the invisibility of the position of the teacher aide within the general
inclusive education context in Education Queensland is a result of their employment
and deployment at the local school level to meet specific local requirements for
enrolments of students with disabilities, or perhaps their positions have not been given
enough credence and value by the educational bureaucrats.
Their invisibility might relate to their “poverty of position” within the
educational context (van Zanten, 2005, p. 682). Without sufficient social and cultural
capital within the field of education policy making (Taylor & Singh, 2005; Webb et
al., 2002) and lacking appropriate knowledge credentials within inclusive educational
contexts (Gunter, 2004), they have no identity and therefore no power within the
reform process. Foucault would argue that the situation in which teacher aides find
themselves has come about as an incidental effect of the complex power relations and
discourses within the educational field. For Foucault power is not about subjugation
or dominance, but rather the relative power of the discourses available to individuals
(Dreyfus, Rabinow, & Rabinow, 1983). Teacher aides have had very little opportunity
“to ensure the constitutive force” of their own discursive practices (Saltmarsh &
Youdell, 2004, p. 357) because educational discourses about inclusion, and the
research that ensues from these discourses, often fail to identify teacher aides as
significant stakeholders in the inclusion context. It also fails to acknowledge the
complexity and variety of their lived experience in schools and classrooms.
Research from the United States and the United Kingdom has shown that the
poverty of position of teacher aides, due to their lack of social and cultural capital,
combined with their continuing value to teachers and support teachers, meant that
they needed “refitting” for new inclusive education policies and practices, as defined
by the policy makers. This refitting is being addressed by increasing their cultural
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capital/credentials through professional development (Ashbaker & Morgan, 2001;
Bugaj, 2002; Calder & Grieve, 2004; Causton-Theoharis & Malmgren, 2005;
Giangreco, 2003a, 2003b; Marks, Schrader, & Levine, 1999; Pearson et al., 2003;
Rustemier & Shaw, 2001). Thus education packages are designed to improve
paraprofessional practice through better education management practices, and by
improving hands-on knowledge and skills, and as a result, pay rates and professional
status (Hammett & Burton, 2005). Judgements about knowledge/skills needed are
made by the consecrated, those with the cultural capital and symbolic power, who
then design and implement professional development reforms (Gunter, 2004; Webb et
al., 2002).
This model of training teacher aides for inclusive educational change,
enshrined in the provisions of the “No Child Left Behind Act” (2002) for two year
college degrees, and state certification in the US (Dempsey, 2002), the “National
Agreement” in the UK (Department of Education and Skills, 2006), and the
“Classification Structure for Teacher Aides” in Queensland, (Education Queensland,
2006d) is premised on a view that providing paraprofessionals with more training will
fix the perceived deficits in their repertoire of skills, or those of the students they
support (Smyth, 2000), and therefore afford teacher aides with what they need to cope
with inclusive education reform. Researchers argue that, from a Bernsteinian
perspective these types of generic courses emphasising “trainability”, reflect the need
of policy makers to engage with excision from courses of all but the most
instrumentally relevant forms of educational theory. This “involves a silencing which
abstract real experiences from the power relations of their lived conditions by denying
access to forms of knowledge that permit alternative possibilities to be thought” (Beck
& Young, 2005, p. 193). The experiences of teacher aides within the lived conditions
in which they work give rise to perspectives on the inclusion reform process that are
not fully appreciated, and therefore not included effectively to benefit inclusive
reform. Including their perspectives can add new dimensions to the development of
collaborative working relationships, and deepening understanding of whole school
reform to value diversity and celebrate difference (Sorsby, 2004).
Listening to the Voice of the Teacher Aide
The limited research that has been done to collect data about the perspectives
of teacher aides and educational reform indicates that, when teacher aides feel ill
informed, confused about their roles, and/or un-included in discussions about work-
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related issues, they need to have ways to articulate, formulate and pursue their goals
(Broadbent & Burgess, 2003; Logan, 2006; Marks et al., 1999; Rustemier & Shaw,
2001; Sorsby, 2004). If they believe that decisions about new qualifications and career
structures are made for them by educational bureaucrats, their self esteem and
motivation suffers (Hammett & Burton, 2005), and they feel “marginalized and
disempowered” in the hierarchies of schools (Sorsby, 2004, p. 57). Hammet and
Burton’s (2005) research with learning support assistants in the UK emphasises that
effective participation of teacher aides in inclusionary reform requires more than
offering regimes of formal professional development and pay rises. They pointed out
that for effective participation of teacher aides in reform initiatives it is necessary to
include their perspectives in ways that enhance their identities and self-esteem within
the school community structure. Sorsby’s (2004) action research project revealed how
much more effective engagement with inclusion reform can be for teacher aides if
their perspectives are included in the reform process. Teacher aides can better develop
their understanding of inclusive values, processes and professional practices in
relation to their work, if better structures and systems can facilitate their own
reflection in the lived conditions of the classroom, and their experience of how things
are is valued.
Considerations for the Future
Recent research suggests the ideals and practices of inclusion will continue to
be ignored by teacher/practitioners unless they include the ways in which practitioners
formulate the problems they face and the constraints within which they have to work
(Ainscow, Booth, & Dyson, 2004; Booth & Ainscow, 2002). Leaders and managers in
schools need to re-consider the important role that teacher aides can play in
developing more inclusive school culture and practice. Their feedback and
contribution should be valued and respected, and their professional development
needs considered along with the teaching staff of the school. Teachers and teacher
aides need to work as a team to deliver inclusive education for students who have
disabilities. Otherwise we may find that this important group of practitioners becomes
frustrated and dissatisfied resulting in poor morale and departure from education
organisations (Rhodes, 2006).
Therefore including the teacher aides’ own views about their work is a
necessary prerequisite to introducing new reform initiatives “to ensure that maximum
benefits are gained from this valuable resource” (Logan, 2006, p. 98). The
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perspectives of the teacher aides can provide the inclusive education research
community with valid and valuable data which can lead to a more comprehensive
understanding of what support for students with disabilities really means in daily lived
experience.
Inclusive Education Reform 11
References
Ainscow, M., Booth, T., & Dyson, A. (2004). Understanding and developing
inclusive practices in schools: A collaborative action research network.
International Journal of Inclusive Education, 8, 125-139.
Armstrong, F., & Moore, M. (2004). Action research: Developing inclusive practice
and transforming cultures. In F. Armstrong & M. Moore (Eds.), Action research
for inclusive education: Changing places, changing practices, changing minds
(pp. 1-16). London: RoutledgeFalmer.
Ashbaker, B. Y., & Morgan, J. (2001). Growing roles for teachers aides. Education
Digest, 66, 60-65.
Ashman, A., & Elkins, J. (Eds.). (1998). Educating children with special needs (3rd
Ed.). Sydney: Prentice Hall.
Bailey, J., Booth, T., & Ainscow, M. (1998). Australia: Inclusion through
categorisation? In T. Booth & M. Ainscow (Eds.), From them to us (pp. 186-
192). London: Routledge.
Barton, L. (1996). Sociology and disability: Some emerging issues. In L. Barton
(Ed.), Disability and society: Emerging issues and insights (pp. 3-17). New
York: Addison Wesley Longman.
Beck, J., & Young, M. (2005). The assault on the professions and the restructuring o
academic and professional identities: A Bernsteinian analysis. British Journal
of Sociology of Education, 26, 183-197. Retrieved August 12, 2006, from Taylor
& Francis Journals (via MetaPress) database.
Benjamin, S. (2002). 'Valuing diversity': A cliché for the 21st century? International
Journal of Inclusive Education, 6, 309-323.
Booth, T., & Ainscow, M. (2002). Index for inclusion: Developing learning and
participation in schools. Bristol: CSIE Mark Vaughan.
Bourdieu, Pierre (1977) Outline of a theory of practice. Cambridge, UK: Cambridge
University Press.
Broadbent, C. & Burgess, J. (2003, November). Building effective inclusive
classrooms through supporting the professional learning of special needs teacher
assistants. Paper presented at the 43rd Annual National Adult Learning of
Inclusive Education Reform 12
Australia Conference, University of Technology Sydney. Retrieved May 12,
2006, from A+ Education (via Informit) database.
Bugaj, S. J. (2002). Improving the skills of special education paraprofessionals: A
rural school district's model for staff development. Rural Special Education
Quarterly, 21(2), 16-27. Retrieved August 12, 2006, from Academic Search
Elite (via EBSCOhost) database.
Calder, I., & Grieve, A. (2004). Working with other adults: What teachers need to
know. Educational Studies, 30, 113-126. Retrieved May 12, 2006, from
Academic Search Elite (via EBSCOhost) database.
Carrier, J. (1989). Sociological perspectives on special education. New Education, 11,
21-31.
Carrington, S. (1999). Inclusion needs a different school culture. International
Journal of Inclusive Education, 3, 141-153.
Carrington, S. (2000). Accommodating the needs of diverse learners: Teacher beliefs.
Unpublished doctoral thesis, University of Queensland, St. Lucia, Brisbane.
Carrington, S., & Robinson, R. (2004). A case study of inclusive school development:
A journey of learning. International Journal of Inclusive Education, 8, 141-153.
Causton-Theoharis, J. N., & Malmgren, K. W. (2005). Increasing peer interactions for
students with severe disabilities via paraprofessional training. Exceptional
Children, 71, 431-445. Retrieved August 12, 2006, from Academic Search Elite
(via EBSCOhost) database.
Clark, C., Dyson, A., Milward, A., & Robson, S. (1999). Theories of inclusion,
theories of schools: Deconstructing and reconstructing the 'inclusive school.'
British Educational Research Journal, 25, 157-178.
Crebbin, W. (2004). Quality teaching and learning: Challenging orthodoxies. New
York: P. Lang.
Dempsey, I. (2002). National reporting and students with a disability in the United
States and Australia. Australasian Journal of Special Education, 25, 16-31.
Department of Education and Skills (2006) Teachernet. Retrieved August 12, 2006,
from http://www.teachernet.gov.uk/wholeschool/teachingassistants/
Dreyfus, H. L., Rabinow, L., & Rabinow, P. (1983). Michel Foucault: Beyond
structuralism and hermeneutics (2nd Ed.). Chicago: University of Chicago
Press.
Inclusive Education Reform 13
Education Queensland (2006a) Inclusive Education: Students with Disabilities.
Retrieved May 12, 2006, from
http://education.qld.gov.au/curriculum/learning/students/disabilities/practice/iep
s/iep3.html
Education Queensland (2006b) Classification Structure for teacher aides. Retrieved
May 12, 2006, from
http://education.qld.gov.au/staff/development/employee/teacheraide/classificatio
n.html
Elkins, J. (2004). The Ministerial taskforce on inclusive education (students with
disabilities). Final report. Retrieved May 12, 2006, from
http://education.qld.gov.au/students/disabilities/adjustment/pdfs/disable-
report.pdf
Forlin, C. (2000). Support teacher (learning difficulties): Changing roles in
Queensland. Special Education Perspectives, 9(2), 3-12. Retrieved May 12,
2006, from A+ Education (via Informit) database.
Furtado, M. (2005). The end of modernist approaches to school funding policy in
Australia: A new rationale for funding with inclusive implications for all
Australian schools? International Journal of Inclusive Education, 9, 431-448.
Giangreco, M. F. (2003a). Paraprofessional support of students with disabilities in
general education. Final report. (Report No. H324M980229) District of
Columbia, U.S.: Department of Education's Office of Special Education. (ERIC
Document Reproduction Service No. 483002).
Giangreco, M. F. (2003b). Working with paraprofessionals. Educational Leadership,
61(2), 50-53. Retrieved May 12, 2006, from Professional Development
Collection (via EBSCOhost) database.
Giangreco, M. F., Edelman, S. W., & Broer, S. M. (2001). Respect, appreciation, and
acknowledgement of paraprofessionals who support students with disabilities.
Exceptional Children, 67, 485-498. Retrieved April 14, 2006, from Academic
Search Elite (via EBSCOhost) database.
Goessling, D. P. (1998, April). The invisible elves of the inclusive school -
paraprofessionals. Paper presented at the American Educational Research
Association Conference. Rhode Island, U.S. (ERIC Document Reproduction
Service No. ED421806)
Inclusive Education Reform 14
Gunter, H. (2004). Labels and labelling in the field of educational leadership.
Discourse: Studies in the Cultural Politics of Education, 25, 21-41. Retrieved
June 25, 2006, from Taylor & Francis Journals (via EBSCOhost) database.
Hammett, N., & Burton, N. (2005). Motivation, stress and learning support assistants:
An examination of staff perceptions at a rural secondary school. School
Leadership & Management, 25, 299-310. Retrieved 12 August, 2006, from
Academic Search Elite (via EBSCOhost) database.
Kingsbury, A. (2005). Education. U.S. News & World Report, 138(10), 48.
Kugelmass, J. (2004). What is a culture of inclusion? EENET-Enabling Education (8),
p.20. Retrieved September 9, 2006, from
http://www.eenet.org.uk/newsletters/news8/page14.shtml
Logan, A. (2006). The role of the special needs assistant supporting pupils with
special educational needs in Irish mainstream primary schools. Support for
Learning, 21, 92-99. Retrieved August 12, 2006, from Academic Search Elite
(via EBSCOhost) database.
Marks, S. U., Schrader, C., & Levine, M. (1999). Paraeducator experiences in
inclusive settings: Helping, hovering, or holding their own? Exceptional
Children, 65, 315-328.
McNally, R. D., Cole, P. G., & Waugh, R. F. (2001). Regular teachers' attitudes to the
need for additional classroom supports for the inclusion of students with
intellectual disability. Journal of Intellectual & Developmental Disability, 26,
257-273. Retrieved May 12, 2006, from Academic Search Elite (via
EBSCOhost) database.
Oliver, M. (1996). A sociology of disability or a disablist sociology? In L. Barton
(Ed.), Disability and society: Emerging issues and insights (pp. 18-42). New
York: Addison Wesley Longman.
Pearson, S., Chambers, G., & Hall, K. (2003). Video material as a support to
developing effective collaboration between teachers and teaching assistants.
Support for Learning, 18, 83-87. Retrieved May 12, 2006, from Academic
Search Elite (via EBSCOhost) database.
Rhodes, C. (2006). The impact of leadership and management on the construction of
professional identity in school learning mentors. Educational Studies, 32, 157-
169. Retrieved September 30, 2006, from Taylor & Francis Group (via
MetaPress) database.
Inclusive Education Reform 15
Rustemier, S., & Shaw, L. (2001). Learning supporters and inclusion: Next steps
forward. Report of National Conferences in London and Manchester. (Report
No. 1872001971). Bristol, England: Centre for Studies on Inclusive Education.
Retrieved June 25, 2006, from
http://www.csieshopping.com/resources/pdf/SC.pdf?PHPSESSID=2715253b98
0791bf7ab179b8b039acca
Saltmarsh, S., & Youdell, D. (2004). 'Special Sport' for misfits and losers:
Educational triage and the constitution of schooled subjectivities. International
Journal of Inclusive Education, 8, 353-371.
Shaddock, A. (2004, November). Education, work, career and security. Paper
presented at the 39th National Conference of the Australasian Society for the
Study of Intellectual Disability, Adelaide. Retrieved September, 30, 2006, from
http://www.canberra.edu.au/schools/ecs/education/inclusion/papers/shaddock20
04b
Slee, R. (2003). Teacher education, government and inclusive schooling: The politics
of the Faustian waltz. In J. Allan (Ed.), Inclusion, participation, and democracy:
What is the purpose? (Vol. 2) (pp. 207-224). London: Kluwer Academic
Publishers.
Slee, R. (2005). Education and the Politics of recognition. Inclusive education - an
Australian snapshot. In D. Mitchell (Ed.), Contextualizing inclusive education.
Evaluating old and new international perspectives. (pp. 139-165). London:
Routledge.
Slee, R. (2006). Limits to and possibilities for educational reform. International
Journal of Inclusive Education, 10, 109-119. Retrieved August 12, 2006, from
Professional Development Collection (via EBSCOhost) database.
Slee, R., & Allan, J. (2001). Excluding the included: a reconsideration of inclusive
education. International Studies in Sociology of Education, 11, 173-191.
Retrieved August 12, 2006, from Taylor and Francis Journals (via MetaPress)
database.
Smith, A. (1998). Crossing borders: learning from inclusion and restructuring
research in Sweden, Denmark, Norway and the United States. International
Journal of Educational Research, 29, 161-166.
Smyth, J. (2000). Reclaiming social capital through critical teaching. Elementary
School Journal, 100, 491-511.
Inclusive Education Reform 16
Snelgrove, S. (2005). Bad, mad and sad: Developing a methodology of inclusion and
a pedagogy for researching students with intellectual disabilities. International
Journal of Inclusive Education, 9, 313-329.
Sorsby, C. (2004). Forging and strengthening alliances. In F. Armstrong & M. Moore
(Eds.), Action research for inclusive education: Changing places, changing
practices, changing minds (pp. 48-62). London: RoutledgeFalmer.
Taconis, R., van der Plas, P., & van der Sanden, J. (2004). The development of
professional competencies by educational assistants in school-based teacher
education. European Journal of Teacher Education 27, 215-240.
Taylor, S., & Singh, P. (2005). The logic of equity practice in Queensland state
education—2010. Journal of Education Policy, 20, 725-740.
van Zanten, A. (2005). Bourdieu as education policy analyst and expert: a rich but
ambiguous legacy. Journal of Education Policy, 20, 671-686.
Vlachou, A. (2004). Education and inclusive policy-making: implications for research
and practice. International Journal of Inclusive Education, 8, 3-21.
Ware, L. (2002). A moral conversation on disability: Risking the personal in
educational contexts. Hypatia, 17(3), 143-172. Retrieved May 12, 2006, from
Academic Search Elite (via EBSCOhost) database.
Webb, J., Schirato, T., & Danaher, G. (2002). Understanding Bourdieu. Crows Nest,
NSW: Allen & Unwin.
Westwood, P., & Graham, L. (2003). Inclusion of students with special needs:
Benefits and obstacles perceived by teachers in New South Wales and South
Australia. Australian Journal of Learning Disabilities, 8, 3-15. Retrieved May
12, 2006, from A+ Education (via Informit) database.
Wilkins, R. (2002). From assistants to paraprofessionals. Education Journal, 62, 13.
Retrieved May 12, 2006, from Academic Search Elite (via EBSCOhost)
database.
Woods, A., Wyatt Smith, C., & Elkins, J. (2005). Learning difficulties in the
Australian context: Policy, research and practice. Curriculum Perspectives: An
Australian curriculum journal, 25, 1-14.
Zoniou-Sideri, A., Deropoulou-Derou, E., Karagianni, P., & Spandagou, I. (2006).
Inclusive discourse in Greece: strong voices, weak policies. International
Journal of Inclusive Education, 10, 279-291. Retrieved August 12, 2006, from
Taylor & Francis Journals (via MetaPress) database.
Inclusive Education Reform 17
